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PREFACE 
A study to determine if our schools are progressing toward more 
democratic administration. 
I. THE PROBLEM: To determine if past curriculum changes and 
present trends in curriculum planning point to progress 
toward the use of democratic principles of administration 
in our schools. 
II. NEED FOR THE STUDY: The future of democracy in the world 
depends upon the people in democratic countries to perpetuate 
the principles upon which democracy rests. We have accepted 
the belief that we are a democratic people primarily because 
we live in America. But do we practice it in our schools, or 
even understand the meaning of the word? Do we irsay" democracy 
or 11do" democracy? 
This study will seek to ascertain whether we, after 184 
years, are coming any nearer being worthy of claiming the 
heritage that has been bestowed upon us. 
III. SOURCES OF DATA: The sources of data for this paper are 
limited to books, lectures, and current publications. 
IV. DEFINITIONS: 
Democracy: nnemocracy is a form of government, also a 
social contract, and a manifestation of faith in man. 111 
1Wilbur A. Yauch, Human Relations in School Administration (New 
York: Harper and Brothers, 1949), pp. 4, S. 
iv 
Purpose of schools in a democracy: To develop an 
allegiance to and an appreciation of democratic values because 
by so doing we can create the kind of climate in which the 
development of the individual will be enhanced and the good of 
society will be insured. 
Education: The process of setting intelligence free. It 
is first the liberation of the individual, and second the 
transformation of the individual. It is the improvement and 
reconstruction of the society. 
Curriculum: All the experiences that a learner has under 
the influence of the school. 
Curriculum Change: Curriculum change is social change. 
To change the curriculum of the school is to change 
the factors interacting to shape that curriculum. In each 
instance this means bringing about changes in people--in 
their desires, beliefs, and attitudes, in their knowledge 
and skill. Even changes in the physical environment. In 
short, the nature of a curriculum change should be seen for 
what it really is--a type of social change, change in 
people, not mere change of paper.l 
1 
Alice Miel, Changing the Curriculum (New York and London: D. 
Appleton-Century Company, Inc., 1946), p. 31. 
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CHAPTER I 
INTRODUCTION 
Curriculum change is cultural change and it is in this light that 
we must view the process. It is not a simple matter as has sometimes 
been implied. 
The curriculum inculcates all of the complexities of human society 
because the school can find its bearings only within the context of the 
broad definition of education, which is referred to nas the entire 
social process by which individuals acquire the ways, beliefs, and 
standards of society. 111 
Today the United States is in the throes of profound cultural 
change, and powerful influences are being exerted which conflict with and 
deter the processes of cultural induction that takes place informally 
in a static period. 
The schools should not become subservient to any given culture and 
dare the threat of exchanging good values for bad values. The curriculum 
should not only conserve the good but its vision should also extend into 
the future and prepare the educative thought for values which will be 
perpetuated, not only for the good of the individual self but for the 
welfare of all mankind. 
The school, as an institution, has for its primary purpose the 
successful accomplishment of the task of nurturing and guiding each 
lsmith, Stanley and Shores, Fundamentals of Curriculum Development 
(Yonkers, New York: Harper, 1957), p. 572. 
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generation. It is unique as an institution, for it represents the 
unified and organized efforts of society to seek values and realize them. 
Education begins with the individual pupil as he is at any 
particular stage in his growth and development. The program of the school 
should be so constructed as to develop and aid each individual to achieve 
higher purposes and values than are actual for him at the given time. 
We are living on the threshold of a new era, in which concepts of 
time, space, and matter are being re-examined. This does not mean that 
the nature of man has changed. The forces within man are the same as 
ever, but changing outside forces, resulting from scientific discoveries 
and industrial advancements, are altering the profoundest aspects of 
civilization. 
Studies of curriculum change and rate of development show that 
American school programs have not kept pace with advances in science and 
technology. Our educational systems have produced people gifted beyond 
the dreams of past generations in controlling physical environment. 
However, the complex problem of human relations in a rapidly forming 
maladjusted society goes without promise of solution because our 
individuals have not been oriented to meet the issues. 
In the space age, there are no long distances between countries, 
no barriers to speed and accessibility, no fortresses of protection in 
case of global war. 
Today there is little complacency among conscientious administra-
tors and teachers about public education. We in America have inherited 
the belief that man is the master of his destiny; he has the choice of 
rejecting or accepting agents tJhich will benefit or destroy. However, 
the adult population of our society--the product of our schools--does 
not have personal security; neither has it demonstrated ability to 
solve the threatening social conflicts of our civilization. 
The fate of world civilization probably depends upon the policies 
of the educational system of the next generation. The task will be to 
protect the democratic idea, our most precious treasure, and to extend 
it to include a world of dignified and worthy individuals regardless 
of race, color, or creed. 
We need to be educated to know and realize that freedom is the 
ability to achieve individual purposes and to control our environment 
and that it is not perpetuated. We should realize that freedom is a 
destructible thing and always in danger of eradication. 
3 
Education should aim to recognize the basis upon which democracy 
rests and should strive to teach each succeeding generation the qualities 
requisite for making it an enduring process. 
CHAPTER II 
HISTORY OF INFLUENCES AND PATTERNS 
OF CURRICULUM CHANGE 
Studies by Krug show that curriculum development has gone through 
four previous phases: (1) that of following and adapting the curriculum 
of the European heritage; (2) that of defining curriculum through 
national conunittees of experts; (3) the scientific movement; (4) the 
society-centered, "democraticn movement. 1 
The European Heritage Movement 
This movement was characterized by the theory of ''mental discipline." 
It was a practice which grew out of the classic period of the 17th 
century European culture. Formal learning was the dominating idea in the 
Dame schools. 
Early schools were very simple in organization and so were the 
curriculums. Their primary purpose was to discipline the child through 
study, to teach him to read and write, and to instruct him in the catechism. 
In the early part of the colonial period, reading and writing 
schools were separate. The reading schools taught beginning reading, 
spelling and the catechism. Writing schools were more concerned with 
writing, simple arithmetic and simple accounting. 
1Edward A. Krug, Curriculum Planning (New York: Harper, 1957), 
p. 278. 
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In the latter part of the colonial period, the reading and writing 
schools were combined into the school of the three R's and its curriculum 
consisted of reading, spelling, writing, catechism and arithmetic. The 
old school was one in which children spent almost all of their time on 
what was called "purely intellectual work. 11 Today we question the 
correctness of calling it intellectual, in that routine memorizing and 
reciting dominated the program. 
During the colonial period, the discipline in the schools was very 
rigid and cruel. Punishment was inflicted upon the children for slight 
offenses. These practices grew out of the theological beliefs that 
children were totally depraved at birth and their only hope of regenera-
tion lay in the strictest type of discipline. The whipping post was a 
horror and there were continual floggings and terrified and crying 
children. The schools were more like prisons than places for happy 
children. 
During this period, Benjamin Franklin took an active interest in 
curriculum discussion and proposed the idea of the academy to be function-
ed on a more practical basis. 1 Franklin's attempts were to set up a 
curriculum which would in part help students come to grips with actual 
life problems. His academy remained the dominant type of secondary 
institution until after the Civil War. Interest had been set in motion 
by the Age of Enlightment--the interest in science. 
Parallel with this movement, the textbook came into use. Up to 
this time, no textbooks had been used, as subject matter had been taken 
from the Bible. 11A corm:non device for teaching reading was a hornbook, 
a piece of wood with the alphabet and the Lord's Prayer on it. The 
child could carry this around with him until he had learned everything 
. t Ill on i • 
The use of the textbook not only influenced the specific material 
taught, but it. also brought on an influx of textbook writers and 
established the beginning of course subjects as part of the curriculum. 
The ~England Primer, which was published in Boston in 1691, became 
the nucleus of the elementary school curriculum in the eighteenth and 
early nineteenth centuries. 
For 150 years the schools were organized to teach the materials 
contained in the :Primer and books written to supplement it. Some 
significant supplements to the primer were: 
1740 - Dilworth's New Guide££, the English Tongue contained 
word lists plus the catachism and prayers. 
1783 - Noah Webster's Blue Backed Speller was used widely 
until the end of the next century. It tended to 
simplify and standardize spelling, broke with 
British English, and popularized the spelling bee. 
1785 - Webster's Third Part, of the series of the texts of 
which the Speller was the first, was the first 
American secular reader. 
1789 - Jedediah Morse's American Universal Geography was 
the first American geography. 
1793 - Nicholas Pike's Arithmetic, and 
1796 - Root's Introduction to Arithmetic were two of the 
first arithmetic texts. 
1821 - Warren Colburn's First Lessons in Arithmetic on the 
Plan of Pestalozzi emphasized acquiring number-ideas 
through the use of objects and acknowledge Pesta-
lozzian influence. 
1834 - William H. McGuffey's Eclectic Readers were intro-
duced. They were used so widely up to 1900 as to be 
almost synon~ous with elementary education in the 
past century. 
6 
lwilliam F. Russell, nsearch for Freedom, ri NEA Journal (March, 1960). 
2Harold Shane, The American Elementary School (New York: Harper, 
1953), pp. 400-401. 
George Beauchamp has said, "Probably the most significant single 
influence upon the curriculum of the elementary school was the publica-
tion, and subsequent prolific use, of the subject textbook. 111 About 
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a hundred million copies of the McGuffey Readers were sold. Their moral 
slant provided a pattern for living which at that time was considered 
2 
more important than content. 
The scheme of grading the school spread rapidly and this method 
of classification started a whole chain of events. Each event helped to 
fix the pattern of American schools as they exist today. 
One important influence was the grading of textbooks, "Which led to 
grade-placement of subjects and subject-matter. At first this was done 
by trial and error method, but led to "scientific experiment at ion1' later. 
Consequently, it has been proved that through each stage of curriculum 
making textbook writers have had more control of living classroom 
experiences than have curriculum leaders. 
Throughout the remainder of the nineteenth century the European 
heritage claimed dominance. High schools were patterned after European 
academies. 3 Horace Mann and other reformers took their cues from 
Prussian folk schools and manual arts was introduced as a result of the 
sloyd movement from Scandinavia. 4 
1George A. Beauchamp, Planning the Elementary School Curriculum 
(Boston: Allyn and Bacon, 1956), p. 70. 
2James Lockhart Mursell, Education For ~Democracy (New York: w. w. 
Norton and Company, 1943), p. 441. 
3Ibid., p. 441. 
/;. 
Edward H. Reisner, Evolution of the Conunon School (New York: 
Macmillan Company, 1930), p. 394. - -
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National Committees 
The dominant feature of the second stage of curriculum development 
consisted in the setting up of national committees to go to work on 
various school subjects. There was a growing notion that educators or 
scholars, in the various fields, were the best qualified to make 
selections. 
The central committee of the Committee of Ten on Secondary School 
Studies, meeting from 1891 to 1893, set out to get answers to specific 
questions, such as the age at which children should begin studying a 
given subject, the number of hours a week and number of years which 
should be devoted to it and the topics which i'may reasonably be covered 
during the whole course. 111 
It was through· the work of the Committee of Ten that the Carnegie 
Unit came into use. The Comrnittee of Ten proposed that if a course 
meets five periods a week for a full school year, it constituted one unit 
of credit. This unit of time distribution was endorsed and recommended 
by the Committee on College Entrance Requirements. 
The Committee of Ten suggested four primary propositions upon 
which it based its reconnnendations regarding time allotment and distri-
bution for the unit: 
1. It assumed that all students 'of like intelligence and 
maturity in any subject study it in the same way and 
to the same extent, so long as they study it at all.' 
2. It assumed that the scope and the intensity of instruc-
tion are the same from course to course and from period 
to period. 
l J. Paul Leonard, Developing the Secondary School Curriculum 
(New York: Rinehart and Company, 1946), pp. 6-7. 
3. It assumed that the achievement of students in a 
subject is directly proportional to the amount of 
time devoted to it, provided that equally good work 
is done throughout the course. 
4. It assumed, as a corollary, that any two subjects are 
equal in value provided they are given equal time 
allotments and that the instruction in both is equally 
good. 1 
The unit-of-credit system, in which courses became equivalent, on 
the basis of time allotment, has become the standard academic measure 
and is just as effective today as it was at the time of its adoption in 
1899. 
Another influential report came later from a national committee 
approach--the Committee on the Reorganization of Secondary Education, 
w:ith its "seven cardinal principles." In 1918, the commission issued 
the document and excerpts from it were printed and circulated by the 
millions. The seven cardinal principles are: health, command of the 
fundamental processes, worthy home membership, vocation, citizenship, 
worthy use of leisure. and ethical character. 
Much attention was being given to health and problems of living. 
This was an influential trend to broaden the concept of curriculum to 
include more than the fundamental processes. 
The Scientific Measurement Movement 
The challenging study and examination of key issues and problems 
9 
made by the National Committees resulted in great interest in the science 
of psychology. 
lsmith, Stanley and Shores, ~· cit., pp. 215-216. 
Organizations were established, new techniques in tests 
and measurements were used, research and experimentation in 
human behavior advanced, and the psychological laboratories 
at Clark, Columbia, and Harvard universities became active. 
The effect on educational theory and practice was immediate 
and far reaching, particularly affecting method and curricu-
lum.1 
10 
As a result of emphasis on scientific measurement detailed courses 
of studies were written for the schools. 
The scientific movement was based on the theory that purposes and 
objectives, predetermined, would serve as guides to the selection of 
materials. Tryouts along scientific lines of procedure would determine 
what part of the curriculum content should be rejected, selected, or 
retained. 
Toward the end of the century, techniques and principles for 
curriculum-making began to appear in books. The process had actually 
been reduced to a written formula and was supposed to work in any school 
system of size. The pattern briefly told by Alice Miel, is as follows: 
1. The superintendent of schools initiates the curriculum 
program and is ultimately responsible for the curriculum. 
2. In direct charge is a curriculum director, assisted by 
a curriculum specialist or consultant who is 'to aid and 
stimulate teacher groups' and 'critically evaluate the 
progress of the curriculum program.' 
3. A curriculum council or cabinet is chosen by the super-
intendent to determine the philosophy of the school and 
general guiding principles, 'to set up general objectives 
of the program,' to serve as a clearing house, and, 
finally, to approve work submitted by various committees. 
4. An aims committee has the job of formulating the aims 
of education and determining the program of studies to 
be offered. 
5. A product ion committee for each subject and each 
division becoming active determines subject aims, subject 
content, pupil activities, materials, and so on. 
lshane, ££.• cit., p. 405. 
6. 
7. 
8. 
A course-appraisal committee for each new course of 
study oversees the try-outs of new materials. 
A course-installation connnittee sees to it that the 
course is properly installed after study by the prin-
cipals and teachers who are to use it. 
A continuous course-improvement committee keeps 
bringing the course up to date.l 
nA study made by the United States Office of Education in 1936 
11 
revealed organized curriculum development programs under way in more than 
seven-tenths of the cities over 25,000 in population. 2 
These all followed a fixed pattern which had widespread acceptance. 
The superintendent initiated and controlled the change and it was 
carried out by various committees, all working according to rigid rules 
of procedure. 
The Society-Centered Democratic Movement 
In this era, roughly the first quarter-century, the curriculum was 
focused on the aim of the school as one of social efficiency. It was 
influenced by the rising conflict between the ideologies of democracy 
and totalitarianism and the ::depression" which resulted in emphasis on 
social, political and economic problems. 
It was a reactionary movement against the three previously mention-
ed stages. Contrary to the previous movement, the society-centered 
theorists stressed teacher participation in curriculum making, and 
preferred no written documents or outline of courses of study, etc. It 
was an attempt to seek the roots of educational purpose in American 
traditions but not to practice traditional methods of teaching. 
1Miel, .££•cit., pp. 6-7. 
2Ibid. 
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This movement was characterized by the "activity curriculum," 
sometimes called "experiencetr or 11project 11 curriculums. It was opposed 
to the subject curriculum, which had been the practice of the schools up 
to this time. 
Men like Dewey, Parker, Kilpatrick, Meriam. and Collings had 
expended much effort through experimental or laboratory schools, to 
develop a school program based on the characteristics and needs of children 
and the demands of living in a democratic society. 1 
The curriculum of the Dewey school 
• was based upon four human impulses: the social impulse, 
which is shown in the child's desire to share his experiences 
with the people around him; the constructive impulse, Miich 
is manifested at first in play, in rhythmic movement, in make-
believe, and then in more advanced form in the shaping of 
raw materials into useful objects; the impulse to investigate 
and experiment, to find out things, as revealed in the 
tendency of the child to do things just to see what will 
happen; and the expressive £.E. artistic impulse, which seems 
to be a refinement and further expression of the connnunica-
tive and constructive interests.2 · 
Thus the curriculum was based on psychological, rather than logical, 
assumptions. The advocates of the experience curriculum believed that 
learning and growth are synonymous. 
An effort was made to provide experiences which were within the 
understanding of the individual and which would stimulate him to enrich 
his experiences by expanding his areas of interest and participa~ion. 
The experience curriculum was formulated on the belief that a 
child's school experiences should correlate with true-to-life experiences, 
lwilliam B. Ragan, Modern Elementary Curriculum (New York: Dryden 
Press, 1953), p. 15. 
2smith, Stanley and Shores, .2£.· cit., p. 265, and Katherine Camp 
Meyhew and Anna Camp Edwards, The Dewey School, pp. 40-41. 
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as nearly as possible, and it was the aim of the schools of this thought 
to emphasize the present needs of the child--not to focus merely on 
preparation for the future. 
In contrast to the subject curriculum, the experience curriculum 
was centered on the child--not on subjects. Emphasis was placed on all-
around growth of learners, not on teaching subject matter. In the 
activity program, the subject matter was cooperatively selected and 
organized by the teacher and students, whereas, in the subject matter 
curriculum, this had all been done by the teacher before the learning 
situation had begun. 
Democratic principles of control were exercised in the activity 
program while the subject matter system was conducted under authorita-
tive leadership. The experience curriculum was planned to aid each child 
in building a socially creative individuality while the subject matter 
curriculum was structured to develop conformity to already set patterns. 1 
Ragan has summarized the social, psychological, and philosophical 
principles which he believed characterized the efforts to improve the 
curriculum during this tune: 
1. Our society is dynamic and emerging rather than static 
and finished. 
2. The aim of education is to develop individuals who are 
capable of preserving and improving our democratic way 
of life. 
3. Learning is not a mechanistic process of adding parts to 
parts; it is a process of experiencing in which the 
total organism undergoes changes as a result of inter-
action with the environment. 
4. The proof of learning is behavior. 
1 
Ragan, 2£.• cit., p. 17. 
5. It is the function of the school to teach children 
not only useful knowledge and skills but the use of 
these in the solution of actual problems of living. 
6. Whatever needs to be done to improve living in our 1 
society, it is the business of the school to help do. 
14 
Dewey's idea of exped.ence made a great impact on the curriculum 
as it evolved between 1930 and the present. Certain of the emphases 
and proposals characteristic of the period include the Unit of Work, 
as has already been mentioned; the Child Centered School; The Needs 
Curriculum; The Emerging Curriculum; and Persistant Life Situations. 2 
Throughout the thirties, emphasis was placed upon the individual. 
Critics of the time proposed to return to the scientific subject 
emphasis of the previous decade. The attempt during this period to 
help teachers find ways to participate successfully in curriculum 
development :was not realized. This led to the workshop--an experimental 
project in democratic inservice education. 
2Ibid., p. 54. 
CHAPTER III 
AN ANALYSIS OF THE VALUES BASIC TO DEMOCRACY 
Throughout the history of our nation, democracy has been the high-
est ideal of the American people. The search for human freedom has 
drawn people from many lands to our shores. The theme of freedom and 
equality for all has been woven through our art, our music and our 
literature. 
The idea that the schools are the major instruments for preserving 
and protecting the democratic way of life has been preached for many 
years. One hundred and fifty years ago'. Webster wrote, "If, then, the 
youth were to grow into citizens capable of furthering democracy, it 
must be by means of an education suited to a democracy. 111 
But today there is little evidence to show that progress has been 
made in administering schools in a manner compatible with democratic 
principles. And it is a frequent occurrence to hear the most autocratic 
educator praising our democratic system. 
Teachers and principals have violated democratic practices because 
of a lack of understanding of what democracy means. It has been inter-
preted as a form of government1 a way of life; a state of mind, and as 
a right for every individual to do whatever he pleases. It is because 
of these limited conceptions of the meaning of democracy that teachers 
and administrators have prevented its utility in school practices. 
1~., p. 93. 
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It seems safe to say that the American people want democracy, 
regardless of the fact that they may not de£initely understand what it 
is. Research shows that certain values and principles are basic guides 
to the destiny of democratic endeavors. Examples of excellent analysis 
1 
of the values and ideals basic to democracy have been made. 
2 Let us define democracy according to Yauch, who says that democracy 
is a form of government, a social contract and a manifestation of faith 
in man. 
As a social contract: 
1. Every individual is important in his own right. 
2. All points of view should and must be expressed, 
3. Minorities should be respected and cherished. 
4. The common problems of living together can only be 
solved by cooperative action. 
As faith in man: 
1. The mind of man can be trusted if free. 
2. The good life is one that is increasingly controlled by 
reason and rational behavior. 
3. The life of man is capable of infinite improvement. 
1 Carl Becker, Modern Democracy (New Haven, Conn.: Yale University 
Press, 1941). 
Alfred Bingham, Techniques of Democracy (New York: Duell, Sloan 
and Pearce, 1942). 
George B. DeHuszar, Practical Applications of Democracy (New York: 
Harper, 1945). 
Doresha Hays, American Primer (New York: Alliance Press, 1941). 
Eugene Lies, How You Can Make Democracy Work (New York: Associa-
tion Press, 1942). ~- -~ ~- -~-
Ordway Tead, The Case for Democracy (New York: Association Press, 
19 35) . 
T. V. Smith and E. C. Lindeman, The Democratic Way of Life (A 
Mentor Book, the New American Library, 1953). 
2Yauch, ££.· cit., pp. L~-5. 
17 
In this sense, democratic principles can be employed with any 
group of individuals, whether it is a school, a family or a nation. If 
we know what to look for we can judge if it is operating in our schools. 
In a democratic school, a child is free to experiment, to express 
his beliefs and to work out rational approaches to the solution of 
problems. Freedom of expression, experimentation and freedom to make 
judgments should also be a privilege of the teacher. 
The democratic school promotes equality of opportunity. This means 
that each child is given the opportunity to achieve as much as he is 
capable of achieving or as much as he is willing to work for. Opportuni-
ties are provided for al 1--not for a select few. The school curriculum 
which is geared to the elite or one that does not take care of the gifted 
is undemocratic. A child should be helped to develop to the fullest 
extent of his capabilities and a book-centered curriculum, grade standards 
and promotion policies should not stand in the way. 
"Those affected by a choice in a decision should have a voice in 
that decision." This guiding principle can be documented by the Bill of 
Rights in our constitution. It provides for full participation by every-
one involved in a given action. By this process, the base of judgments 
upon which policies rest is broadened. By sharing in the choice of 
activities to be undertaken and by assuming responsibility for such action, 
teachers and children will acquire those qualities which make a success-
ful and democratic school. The democratic teacher i;vill plan her work so 
that students do participate in structuring school activities and in 
sharing responsibilities. The principal who abides by democratic proce-
dures organizes his work so that teachers share in making the decisions 
and in assuming the responsibilities of the group. 
18 
In a democracy, "the mind of man can be trusted, if freed. 111 Here, 
Yauch says that we can have faith in people to make the right decisions 
if they are adequately informed, and are free from prejudices. This 
cannot be achieved by telling but by giving opportunities to discover. 
This also means that democracy in education requires faith that children 
will learn to be more self directing through guidance and encouragement. 
It also means faith in teachers to plan good programs of instruction when 
they have been given the time to do so and are working under democratic 
leadership. 
Respect for personality and human worth is inherent in a democracy. 
In the democratic school, human beings are not means but ends. Schools 
cannot be judged on the basis of 11efficiency" but in terms of the quality 
of living which is fostered through them. 
The democratic school provides opportunities in which the child 
can learn to be free. The problem of the teacher is to help the child 
learn to be free. It is not a gift but has to be achieved. The democratic 
teacher decreases the amount of control as children grow older and show 
that they are learning self-control. They do not learn this by being 
released from adult control but by rising above the necessity of adult 
control. 
This freedom includes the ability to write and speak and involves 
mastery of the skills and techniques related to the different forms of 
self expression,'. be it art, writing or speaking. 
Therefore, it is the duty of the school to help the child learn 
how to do the things which will contribute to his being able to do YJhat 
l~., p. 7. 
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he needs and wants to do. This will be the acquisition of the skills, 
attitudes, and information necessary for free men. 
In a democracy, the cooperation of all is necessary for bringing 
about the common good for all. Yauch' s statement that '1The common 
problems of living together can only be solved by cooperative act ion, 111 
is an acknowledgement of this. 
A democracy cannot exist in a group made up of individuals who, 
for selfish or other personal reasons, cannot work effectively as a member 
of a team. A teacher or principal who cannot subscribe to cooperative 
effort has no place in a democratic school. One purpose of schools is 
to improve the culture. This improvement can only be achieved by teachers 
who strive for personal improvement, participating unselfishly in order 
to contribute to the good of all. 
CHAPTER IV 
PRESENI' INFLUENCES ON CURRICULUM CH.A.NGE 
There is great disparity in the concept of curriculum between the 
educator and the layman. Most people view the schools merely as instru-
ments existing somewhere in the periphery of the area where the real 
issues face men; whereas, the educators tend to view them as the nucleus 
of, or the exposition of the society itself. 
Studies of needs began in the middle nineteenth century and have 
continued to be an important factor in shaping curriculum practices. 
Interest and research studies of individual differences have had as much 
or more influence in curriculum development than any other. It has 
resulted in the "minimum. requirement" idea, curriculum programs which 
will provide for atypical children, textbook organization and content, 
pupil progress reports to parents, teacher-pupil planning, compulsory 
attendance laws, college and in-service education of teachers, infant 
care, discipline, mental health, grade standards, promotion practices, 
guidance, ability grouping and adoption of extra-curricular activities 
1 in the regular school program. 
Some of the studies on group processes are only now contributing 
to theories regarding the curriculum. Traditionally, education has been 
thought of as an individual and personal affair. Formerly, group 
participation and activity were frowned upon. Each child was expected 
1Walter W. Cook, "Individual Differences and Curriculum Practice, 11 
Encyclopedia of Educational Research, J. Ed. Psychol 29:141-148; 1948. 
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to study, prepare his lesson individually and recite. 
Now, it has been discovered that all social living is an involve-
ment in group living. Consequently, studies are quite widespread in an 
effort to learn about 
• • • the effect of social climate on behavior, the effect 
of group approval on learning, the effect of autocratic and 
democratic teachers on student attitudes, the ability of 
children to select goals and work to achieve them, the effect 
of group decisions on the behavior of members of the group--
all of these and many similar insights have served to give 
expanded meaning to preparation in school for democratic 
living. l 
Most research in child growth and development has been done since 
1900. According to the Encyclopedia of Educational Research, evidence 
is not sufficient to guide in curriculum planning, but it is highly 
suggestive of an approach. From the studies made by Havighurst came 
an amplification of the concept of "developmental tasks"--or the theory 
that children will want to learn and, if able, will learn,at various 
stages of their growth and development, in order to rimeet their personal 
and social environmental needs. 112 It also suggests that children can 
make important contributions to curriculum planning in a cooperative 
and productive way. Other studies have dealt with emotional growth, 
interests, feelings and motives as the child grows. 
Studies of social structure were carried out. These studies 
dealt with the significance of differing cultural levels of society; 
the influence of class and the home on behavior; differences between social 
classes relative to differences between color groups; social behavior 
lRuth Cunningham and others, "Understanding Group Behavior of 
Boys and Girls, 11 Encyclopedia of Educational Research. TC, 1951, p. 362. 
2rbid., p. 364. 
patterns of individuals as they reacted in various areas; school, 
church, dating, etc.; and studies on how "any growing personality 
reacts to punishments, rewards, incentives, taboos, and to a cultural 
change. 111 Research does not show any "best" way to bring about 
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curriculum change, neither does it make any pronouncement of the degree 
of improvement toward democratic achievement. 
1c · h · unni.ng am, ~· .£2:!., p. 362. 
CH.APTER V 
A CURRICULUM APPROACH CONSISTENT WITH DEMOCRACY 
Our conception of the meaning of curriculum and its implications 
for learning determine the basis for planning. Learning is a continuous 
process and what children learn out of school has strong inferences for 
learning in school. 
Although the curriculum has been previously defined in terms of 
all the experiences of a child, this chapter will deal with only those 
which come within the boundary of the teacher and the school. 
It is submitted that the following type of organization will 
provide the framework of a curriculum in which the commonly accepted 
values basic to democracy can be implemented. 
Michaelis points out that: 
The schools of America are dedicated to the preserva-
tion and extension of democratic ideals and to the develop-
ment of the highest type of democratic citizenship on the 
part of each child. The discharge of this responsibility 
requires an educational program that will develop each 
child's potentialities to the fullest and at the same time 
bring gfowth in the competencies essential to democratic 
living. 
The curriculum must be viewed as the succession of educative 
experiences for which the school accepts responsibility--not as a 
specified body of subject matter to be learned as it was formerly 
accepted to be. 
1John U. Michaelis, Social Stud:ies for Children in! Democracy 
(Englewood Cliffs, New Jersey: Prentice-Hall, Inc, 1956), p. 8. 
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The curriculum must be balanced and it must utilize every effort 
to point each area toward the development of citizenship and the 
preservation of values basic to our democratic way of life. If these 
purposes are to be achieved, every phase of the program must be permeated 
with these values. Therefore, if these democratic values are to be 
learned, they must be lived. 
Dewey pointed out that no area of the school is exempted from 
responsibility when he said: 
It is a practice of shared responsibility in the 
organized activities of one's life which makes democracy 
real and which commends it to the learner. But to assure 
the deepest conviction on the part of each individual, 
democracy should also be known by him for its history, 
background, aspiration, and total philosophy. All this 
implies something about the kind of administration and of 
student participation therein. • • • It implies a new 
relation of the student to control, to curriculum, to the 
whole faculty-student contact. It implies something about 
the attitude of ieachers ••.• teaching methods used and 
content offered. 
So far all attempts at designing a curriculum to keep pace with 
existing needs have failed. In many instances, this has been due to the 
disparity between theory and practice--a perpetuation of the conventional 
pattern disguised in some new form. 2 Therefore, a first requisite for 
the curriculum must be provision for the development of both the 
competencies which children need in order to meet the problems which are 
facing them today and an awareness that new problems will exist on the 
horizon of tomorrow. This implies that the curriculum must be dynamic, 
and that it must be functional. 
1John Dewey Society Yearbook III, Democracy and the Curriculum 
(New York: D. Appleton Century, 1937), p. 410. 
2ordway Tead, New Adventures in Democracy (New York, London: 
McGraw-Hill Book Company, Inc., 1939), p. 20. 
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The effective and dynamic curriculum would be a result of contin-
uous planning--a recognition of the curriculum. as emerging--not a static 
body of subject matter in which the planning would be separate from the 
execution of the plans. 
A framework or general pattern of organization should be set up to 
use as a guide in the selection of learning experiences. From this 
pattern, teachers would be free to select units of study which could be 
adapted to meet the needs and problems of the children as they arise. 
A guiding principle for setting up such a framework is the 
consideration of those responsible for the construction. The teacher 
must share in designing the program because "changes in the curriculum 
l 
can result only if there are changes in the behavior of teachers." 
The teacher will not use a method of teaching unless she believes in it. 
The best kind of a framework will not assure the richest experiences for 
the children. Therefore, it is essential that the teacher help to develop 
the point of view which will put to use the type of program outlined. 
In developing the point of view, there must be no neglect of democratic 
values, of changes occurring in the culture, nor must there be any failure 
to consider the findings of research in child growth and development. 
The framework should be the result of group effort--a pooling of 
ideas developed by school workers in consultation with group experts in 
the field. The resultant framework for the curriculum should be a 
workable one, geared to the needs and characteristics of children in a 
democratic society. 
lGeorge Sharp, Curriculum Development as Reeducation of the Teacher 
(New York: Bureau of Publications, Teachers College, Columbia University, 
1951) ,, p. 51. 
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There must be close relationship between the framework and the 
community. The connnunity provides the child with the meanings and con-
cepts which are later widened to include an expanding environment. Basic 
responsibilities can be developed by the recognition and relation of 
school-community living experiences. It is possible for man to survive 
only within the context of society. Conunon goals have made it necessary 
for man to form communities. 
The framework should provide a wide range of learnings in the 
program. The scope should be broad enough to include as many experiences 
as possible that are meaningful to the children at their stage of growth 
and development. It should treat various kinds of human relationships 
in proper balance. 
The program should also be related to daily needs and living and 
should be a continuous process with emphasis on the utilization of many 
1 fields for content or solutions to problems. 
The framework must be embodied with a structure which will provide 
continuity or learning. The units must be set up so that each is related 
LO the one preceeding and the one following. Thus, with such a sequence, 
the child will develop ability to use the knowledge obtained from one 
experience and relate it to similar ones as his strands of meaning grow. 
Here again, the teacher is a vital influence in making use of group 
processes, providing for individual needs and differences and seeing to 
it that the related units provide for the broadening of concepts, 
attitudes, problem-solving skills and other social learnings. 
1John Dewey Society Yearbook III, £.2.· cit., p. 433. 
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The framework of the curriculum should actually be only what the 
name implies--a basic guide which is not a requisite for rigidity but 
one which will avoid waste of both the teacher's and children's time 
and energy. Therefore, detailed plans or procedures, lesson plans, 
time allotments, etc. should be left up to the teacher and group in the 
learning situation. If there is freedom to experiment and to make use 
of suggestions evolving from classroom experiences, a richer program 
emerges. Freedom to experiment is, therefore, an important element in 
the design. 
Subject-matter content and experience which are basically essential 
to democratic living must be provided. An understanding of democratic 
values and processes should be developed in the child as he experiences 
them at home, in school, in the community and as he grows they should 
be fostered in an ever-broadening environment. 
Each unit should be constructed so as to involve group processes 
in problem-solving and point out the effectiveness of democratic planning 
and action. The value of such a program should be reflected in more 
democratic behavior, and a teacher should consider this outcome when 
proposing experiences. 
The above curriculum plan is meant only to give an overview of 
the program with emphasis on the importance of providing improved learning 
situations for children. It is as reasonable to accept the idea that 
children should have an opportunity to participate in planning their 
school programs as to agree that teachers should have a voice in policies 
which affect their teaching positions. 
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In sununary, these considerations have been offered as basic to a 
good curriculum: 
1. A good curriculum will include a philosophy of education which 
will serve as a unifying force for diverse opinions and inconsistencies. 
2. A good curriculum will provide for individual differences in 
children. 
3. A good curriculum will bE? based on a scientific understanding 
of child growth and development. 
4. A good curriculum will utilize the conununity resources and 
recogniz~ the connnunity in its total relationship to the school. 
5. A good curriculum will be built on a framework which will 
unify all of the years work encompassed by the planning of the teachers. 
6. A good curriculum will have continuity. 
7. A good curriculum will be a shared responsibility. 
8. A good curriculum will be based on democratic principles and 
it will be evolved and perpetuated through cooperative effort of all 
concerned. 
The extent to which a fulfillment of such a program can be realized 
~-lill depend largely upon the concept of "administration" held by the 
person in the administrative position. If the administrator views his 
work as a job of securing the cooperation of the group, responsibility 
for increasing productivity and improvement of morale; if he defines his 
job as utilitarian in nature, then his concept is not fundamentally 
compatible with principles underlying democracy. 
It is imperative that documentary evidence be produced by the 
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administrator to justify his stand on what he believes about administra-
tion before it can be accepted as democratically sound. 
An effective approach will be insured when administration is 
viewed as a service function--a unifying and clarifying agency to 
establish the purposes or objectives of a school. When administative 
arrangements are viewed as transitory; when the theory is accepted that 
the enlargement of institutional activity is a function of the people 
(not of an administration) it will follow that more generally-accepted 
guiding principles will be employed •. The Bill of Rights, charters of 
colleges, and other historical documents justify the belief that those 
affected by a decision should have a voice in that decision, and that 
the school is only one agency of education--cooperation with other 
agencies is therefore essential. The view that democratic administration 
has reduced neither the authority nor the responsibility of the school 
administrators can evolve from these concepts. 
CHAPTER VI 
SUMMARY AND CONCLUSION 
The initial task of this study was to detennine whether schools 
are progressing toward more democratic administration and procedures. 
Their beginnings in this country have been established on the rigid 
system of the autocratic Dame schools which were based on customs 
inherited from Europe. 
Only modest progress was made toward recognizing schools as 
instruments for perpetuating democracy in America until the beginning 
of the twentieth century. With industrial changes and ideological 
conflicts came the realization that democracy in America is a culture. 
Slowly it became apparent that if the culture were to be safely 
perpetuated, the task lay in transmitting democratic theory into school 
practice. It also became increasingly evident that democracy is a way 
of life and that the schools were the best means of incorporating it 
into lives of the citizens of our country. 
At the present time most educators are agreed that our schools 
should operate on democratic principles. These democratic principles 
have not been put in full operation. Changes in school curriculum and 
school changes in general have consistently lagged behind cultural 
changes in America. Although great interest has been shown in the 
necessity of speeding up the application of democratic principles and 
techniques to meet and master the glaring and catastrophic changes taking 
place throughout the world, no one offers a prescription for bringing 
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this about. It is the judgment of Bode that this inability to inculcate 
democratic principles in education lies in the failure of the human 
race to place faith in his fellow man. A truly democratic program of 
1 
education would be an adventure in faith. 
1Boyd H. Bode, Democracy ~ ~ Way of Life (New York: Macmillan 
Company, 1936), p. 113. 
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